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Pressures to enhance the quality of university teaching have led to increased emphasis on recognising and rewarding good teaching practice in England. Institutional awards for teaching excellence have grown in response to this agenda. This paper is based on a project that investigates the teaching experience of Teaching Excellence Award winners at a post-1992 university in England. It draws predominantly on interviews with these Award winners and their students, exploring their varied conceptions of ‘quality’ and ‘quality enhancement’. The research reveals that most of the Award winners associated the concept of quality with transformative learning. However, students, while recognising the concept, defined quality in more instrumental terms. They tended to relate quality to academic teaching practice and its impact on their learning outcomes, rather than their own learning experience. 
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Introduction 
Universities are under pressure to improve quality of teaching and learning in the UK. However, quality remains a complex and contested concept (Barnett, 1994). It is relative to stakeholders, who are the individuals or groups regarded as having a legitimate interest in the quality of higher education, such as funding bodies, students, staff and employers of graduates (Srikanthan & Dalrymple, 2003). In the context of quality enhancement in higher education, there is a growing focus on quality as transformation, which emphasises the empowerment of students. This pressure has led to attention being paid to ways of recognising and rewarding good teaching practice in the UK (DfES, 2003) and in other national contexts, for example, Australia.
  The Higher Education Funding Council for England (HEFCE) has adopted the Teaching Quality Enhancement Fund (TQEF) to support institutions’ learning and teaching strategies, since 1998, across the higher education sector through support for Centres of Excellence in Teaching and Learning (CETLS), and the Higher Education Academy (HEA, 2008a). The Higher Education Academy provides a national focus for institutional teaching and learning excellence through the National Teaching Fellowship Scheme (NTFS) to reward individuals or groups in teaching in England and Northern Ireland (HEA, 2008b). Higher education institutions are encouraged to recognise and reward individual teaching excellence to correspond well with this national scheme.  There is an increasing amount of research on the evaluation of teaching award schemes across the UK (Skelton, 2004; Trowler et al., 2005; Warren & Plumb, 1999). However, this is mainly confined to the national award schemes, despite the fact that institutional awards for good teaching practice exist in most higher education institutions (Gibbs et al., 2000). Very few studies have focused on the institutional award schemes and few have examined the notions of quality and quality enhancement by linking them to the award winners’ conceptions of teaching and learning. This paper addresses this gap. It begins by reviewing some previous studies on quality and then analyses and illustrates the features of awarded good teaching practice, how it benefited students’ learning and the relations between quality and good teaching practice. Next, the conceptual understandings of quality and quality enhancement are discussed and compared. Finally, it analyses the implication of the gap between academic and student definitions of quality.

Review models of quality
There are different understandings of quality in the university sector, such as ‘quality is power’ (Morley, 2003) and ‘quality is bureaucratisation, impression management and conformity’ (Newton, 2002). These interpretations provide valuable insights into how academics use quality as a pejorative term. However, the interpretations suggest that while this term has a series of negative meanings, there is a lack of a shared definition about how ‘quality’, related to teaching and learning, might be more positively defined. 
  Harvey and Green (1993) provide five interpretations of the concept of quality as: exception, perfection, fitness for purpose, value for money and transformation. These interpretations have greatly influenced the subsequent debate about quality in higher education. Of the definitions, the concepts of ‘fitness for purpose’ and ‘value for money’ are perceived to be closely related to the operating assumptions of HEFCE and the United Kingdom’s Quality Assurance Agency for Higher Education (QAA) (Ottewill & Macfarlane, 2004). In order to assure and to improve the quality of teaching and learning, there has been a shift of emphasis in England in the way that quality was defined as ‘fitness for purpose’ during the 1990s, to one now focused on student ‘transformation’. This change can be understood as being a shift from quality assurance to assurance-led quality enhancement. Quality enhancement is featured with the increased concern about students’ views and it is a process of taking deliberate steps at institutional level to improve students’ learning and the quality of learning opportunities (QAA, 2006). 
  Quality as transformation is closely related to the theory of transformative learning, which is believed to have grown out of a confluence of post-1960s radicalism, critical pedagogy theories (Shor, 1996; and Giroux, 2001) and a new interest in adult education as part of social welfare (Mezirow, 1990, 1991, 2000). Harvey and Knight (1996) have further developed the concept of transformative learning by arguing that it is more than student-centred pedagogy and perspective transformation. They link transformation as a process of students developing confidence and self-awareness, as well as a continuous dialectical process of deconstructing a concept and building an alternative conceptualisation (Harvey & Knight, 1996; Harvey, 2009). [Why no reference to Harvey and Knight (1996) as this develops a different dialectical approach to transformative learning quite independent of, e.g. Mezirow] Based on this theory, students should not only engage with knowledge but also develop their capacity to understand and question existing ideas, assumptions and discourses that inform their experiences and commonsense understandings of society (Herod, 2002). Quality as transformation is closely linked to the standard required by the QAA Code of Practice for Postgraduate Research Programmes that students should develop independent thinking, criticality and creativity. The notion of quality, together with this standard suggests that one purpose of higher education is to encourage students to take a leading role in assuring the quality of their own education (Harvey, 2006). 
  Lomas’s (2002) empirical research with 108 senior managers in English universities reveals that transformation was perceived as the most appropriate definition of quality. However, it was considered difficult to measure and apply in practice because the notion of quality has not been clarified through clearly stated purposes (Harvey & Knight, 1996). The difficulty in reaching a commonly accepted understanding of quality may be explained by reference to three reasons. First, the quality process is dominated by belief and ideology. Second, stakeholders in higher education have different experiences and perspectives, so it is difficult for them to have a shared understanding of quality. There is a need for more empirical evidence of different stakeholder perspectives in this respect. Third, although attention has increasingly been given worldwide to the quality of teaching (Biggs, 2003), (should this be “given, worldwide, to the quality of teaching” ?) the concept of quality needs to be developed by more closely linking it to conceptions of teaching and learning. In this way, it could produce a model of how to understand and measure quality in a way that relates to pedagogic practice. 

Methodology
To contribute to the debate about the meaning of quality and the relations between teaching and learning, a project was established at a post-1992 university in England. It examined the teaching practice of university Teaching Excellence Award winners, how their teaching has benefited students’ learning, how they understood the notions of quality and quality enhancement, and how they identified the relationship between quality and their awarded teaching practice. The teaching award scheme is used to recognise and celebrate academics’ outstanding contributions to student learning in this university. It links to the university’s learning and teaching strategy and aims to move beyond rewards to provide academics with professional development opportunities and enable them to meet agreed UK national teaching standards.
  The research adopted semi-structured interviews with 17 academics and eight MA students. It explored the concepts of quality and quality enhancement, from the perspective of these academics and some of their students. This research first explored how academics interpreted their awarded teaching practice, then analysed how the practice was related to the concept of quality. Next, it investigated how academics and their students defined the terms quality and quality enhancement. Of the academics interviewed, 15 were Teaching Excellence Award winners and two were panel members of the award scheme. These academics and students were chosen from six different schools or departments. The academics differed in seniority, ranging from lecturers to professors. The interviews were structured around three key research questions:
1.	What is perceived as good teaching practice?
2.	How are the terms ‘quality’ and ‘quality enhancement’ defined?
3.	Are there perceived differences and similarities between notions of ‘good teaching practice’ and ‘quality’?

Awarded teaching practice
The award winners were recognised as excellent teachers, mainly because their teaching was known to be beneficial to students’ learning within their school. Examples of this teaching included: giving students updated material, helping students identify their learning needs, and encouraging students to be motivated and become engaged in the learning process. When considering the question of what was good teaching, nearly all of the award winners expressed difficulty in defining it. They shared a view that there was no recipe for good teaching practice but it was essential to make teaching entertaining and informative, so that students would show interest in their learning. Good teaching practice varied among the award winners but they shared a view that good teaching would give students skills that could be useful and appreciated in their future career, and allow students to flourish creatively and to develop enquiring minds and cognitive ability. As a result, students would see that there are lots of opportunities beyond the life they lead and lots of different ways of thinking beyond the ways they normally think. 
  Seven factors were identified as important in achieving good teaching practice. They include: knowledge of the subject; academic approachability; good communication skills; peer learning among academics; a developed feedback system, online as well as face-to-face feedback in the classroom; different types of learning opportunities for students, for example, experiential learning; and a learning environment that sparks students’ interest, for example, e-learning.
  The first three factors are closely related to academics’ subject specialism, communication skills and personality. Learning from peers is concerned with academics’ professional development, which suggests that the award winners were aware of the importance of developing their own professional skills in order to achieve good teaching practice. The other three factors were linked with how students learn and the environment created to support teaching and learning activities. The award winners understood that this environment would be influenced by university strategies, its equipment and facilities. 

Varied teaching strategies 
The award winners classified their teaching practice in one of three ways: learning-centred; content-centred; and student-centred. These categories are not mutually exclusive. The one focusing on students and their learning is about making sure that appropriate learning takes place. The other focusing on teacher and content emphasises teaching materials and teaching performance. This finding is similar to an argument in the literature that there are different approaches to teaching, based on the role of the teacher and the role of the learner. For example, Kember and Kwan (2000) distinguish between “content-centred” and “learning-centred” approaches; while Trigwell et al. (1994) differentiate between “student-focused” and “teacher-focused” approaches; as well, there are other labels for “student-centred” and “content-centred” teaching styles. For example, MacNeil (1980) used the terms “expository” versus “discovery” style and Kelly (1980) made a distinction between exploratory and authoritarian teaching. 
  There is also a view that the way academics choose their approach to teaching is related to their conception of teaching. For example, “learning-centred” and “student-centred” approaches are normally adopted by academics who understand teaching as being concerned with learning facilitation, a way to help students develop and change their understandings (Kember & Kwan, 2000). By contrast, academics who understand their teaching as being about the transmission of knowledge often use “teacher-focused” or “content-focused” approaches. Similar findings were identified in this project. One example is that ‘learning-centred’ academics conceived learning as a process in which the students constructed their own views of phenomena. The academics cared about how their students learned and perceived students as equal partners in the learning process. They were attentive to students by prioritising their work and creating an effective learning environment. In contrast, the content-centred academics understood learning as more about memorising facts or remembering the course content. They focused on teaching mainly for the purpose of subject matter acquisition and saw their role as imparting knowledge to students.
  The ‘student-centred’ teaching style was most frequently mentioned among the interviewees. This is for two main reasons. One is because quality enhancement increases the emphasis on students’ learning, so academics are likely to pay more attention to students’ needs in their teaching. The other reason is the influence of social constructivism, which argues that knowledge can be derived from social interaction and that students’ interaction is important in the teaching process (Vermunt & Verloop, 1999). This influence has led to an increased expectation that teaching should become student-centred. The student-centred teaching style is similar to the learning-centred approach in that both emphasise the need to be attentive to student goals. Academics employing a student-centred approach were more likely to state that they treated their students as the most important subject of attention. They strongly supported the idea that students should construct their own understandings of the world. They described their role as facilitators, helping students achieve a deep understanding of the subjects and encouraging a good learning experience that builds on students’ prior knowledge. These academics stressed the importance of a participative learning environment through the use of group work processes, rather than imparting knowledge via lectures and hand-outs. This was due to their belief that in an active learning classroom, students would develop critical, analytical and evaluative skills, which could boost their confidence in learning.
  Despite the perceived centrality of students, and the argument that students’ effort is the most important element in student-centred teaching (Graham, 1981; Samuelowicz & Bain, 1992; Prosser & Trigwell, 1998), academic interviewees in this study held a slightly different view. They argued that both good teaching practice and the willingness and effort of the students were equally important in achieving good learning outcomes, as these two were closely interrelated and teaching by itself could not produce good learning outcomes. They stressed the importance of co-operation and partnership between lecturers and students in the teaching process.

Perceived transformative learning
Most of the award winners, whose teaching practice was either student-centred or learning-centred, understood teaching as a process of not only transferring knowledge but also stimulating the desire of students to learn and encouraging students to become engaged with problems and puzzles. They strongly emphasised the importance of developing students’ own learning processes. They illustrated the impact of transformative learning by describing different changes in students, such as skills developed for a future profession; a higher level of achievement exhibited through increased confidence in themselves and in their knowledge; and acquired critical and cognitive skills in knowing when and how to use different learning strategies. For example, an academic from a Health Professions school described how confident the students felt after undertaking the course:
 
Students say they’re coming back with a greater confidence in themselves and in their knowledge. Er, they’re coming back with a sense that they’ve done some good while they’re studying as well, which has made them feel, you know, intrinsically just, just better inside that they’ve actually made a difference to people’s lives. (TEAW6)

High motivation was another noticeable change among students. An award winner from the School of Law highlighted the enthusiasm of his students in attending the course, although they did not receive any credits:

I think motivation is one thing that has been pressed upon me as a result of this particular project and the importance of experiential learning to motivation and one of the things that struck me the most about the law student participation, whereas the police students have to do it and they are being assessed, the law students volunteer. (TEAW7)

This award winner believed that good teaching would encourage active learning among students, which as a result makes students become independent learners, as well as equal participants in the learning process. For example, an award winner from a business background argued that treating students as equals could bring in different information and experience to the class:

In my practice, I don’t ever see myself as passing on knowledge. It’s about stimulating knowledge because I believe they bring with them a wealth of experience because they’ve all been exposed to media of some kind, film, TV, and obviously I can’t see everything that’s available to see. (TEAW12)

This interviewee believed that encouraging students’ participation in teaching would increase the diversity of the learning environment. Views similar to this were held by a further five award winners. Nearly half of the award winners appreciated the importance of being facilitators in the transformative learning process. For example, an award winner from the business school described his experience of being a facilitator in the following way:

The value of my role has been in creating the scenario and the environment of court etiquette and maybe some help with their cases. In most of the instances where students have been involved, the bulk of the work in terms of actually going out and finding out about the criminal offences which they are going to be questioned on and actually practising, the students have done themselves. (TEAW7)

This interviewee suggested that being a facilitator could help students to construct a view of what was being presented to them, so they could understand the relationship between knowledge and its practical application. Students, therefore, would become more motivated and initiate more work themselves. Being a facilitator was perceived by most award winners as an effective way to encourage students’ experiential learning:

I think that’s really important, that they’re not just told don’t do this, don’t do that, because we know those that make the biggest impact and have the best reputations are those that break the rules and do experiment and do think outside the boundaries, so that’s what I always want. Even though we’re training our students vocationally and we want them to go into a professional media career where they do have restrictions that they’re still allowed within the university environment to experiment and explore. (TEAW10)

This interviewee implied that facilitating students’ learning could give them more scope for creativity and experimentation and enable them to become independent. This finding is similar to the widely held view that it is important for teachers to stimulate students to become active learners (Sheffield, 1974; Bonwell & Eison, 1991; Wrenn & Wrenn, 2009; Wurdinger & Rudolph, 2009). (This may be so but why just this source, many people over the last 40 years have argued for active learning?)

Good teaching practice versus ‘quality’ 
Nearly half of the award winners understood good teaching practice to be different from ‘quality’ teaching. One perception was that good teaching was a sub-set of ‘quality’, not equivalent to it. For example, an award winner from the business school depicted quality as a circle: ‘Pedagogic quality is one circle and within that circle is good teaching practice’ (TEAW1). This interviewee also explained that quality teaching would not just enable student learning to reach acceptable levels, but motivate and improve their learning and that quality teaching would depend on other factors, such as the learning environment and the support provided by the school or the university. Hence, achieving good teaching practice was only one influential factor in achieving quality. 
  The other perception among the award winners was that even if the teaching practice was good, it would not necessarily produce good results, so the quality might not be considered high. For example, an award winner from a social science background emphasised that there was a difference between the act of teaching and whether or not students changed as a result of it:
They are different, but very closely linked. If you have good working practice that’s delivered it will lead to the level of quality, but not always, because you could have fantastic good working practice that doesn’t lead, in my case, to behavioural change, which is the quality and there could be reasons for that…. For example, the delivery stage of good teaching practice is vulnerable, and there’s a gap between in theory what’s good at the delivery stage and then the end quality result. (TEAW2).
What this interviewee implied was that good teaching does not necessarily lead to quality outcomes in the sense that students have transformed. (do you mean ‘quality outcomes’ in the sense that students have changed/tranformed?) One reason is that teaching is an end to a means of student learning, though they are closely interrelated. The other reason is that in the current quality enhancement agenda, quality is mainly about measuring students’ learning results against certain national academic standards. 

Academic and student perception of quality
Academic interviewees held different understandings of quality. Three of them interpreted quality as relating to academic standards. According to the QAA (2006), an academic standard is a way of describing the level of achievement that a student has to reach to gain an academic award, which is at a similar level across the UK. The interviewees in this study interpreted quality as meeting standards of either subject benchmarking statements or the National Student Survey. Lee, I deleted this sentence. [not really! Fitness for purpose is about fitting mission, or customer requirements, this is quite different from standards (or achievement/competence, or even service standards. The only standards you can mean here are ‘quality standards, which in fact norms, requirements etc, as in ESG. But these ‘quality standards’ are at best ‘organisational standards’ and not to e confused with academic standards, about which fitness for purpose conventionally says nothing]. One academic interviewee viewed quality as a political term, used for management purposes and measured by student scores, attrition rates and retention. This finding is similar to the view of Harvey and Green (1993) that quality as fitness for purpose is about fitting mission and customer requirements. ([but this isn’t fitness for purpose??]. I’m not convinced the politiciing of the academic really reflects the Ottewill and Macfarlane view on institutional goals, it sounds more like the resistance of Newton’s informants in ‘feeding the beast’.) Ten academic interviewees related quality to students’ positive learning experiences. They largely relied on student- or learning-centred approaches in their teaching and emphasised learning benefits and ways to improve student learning, in order to develop the student as a learner and as a person. This finding closely corresponds with the argument that quality is about the transformation of students (Harvey & Green, 1993). The academics interpreted quality as making students actively engaged with the learning process to fully understand the relationship between knowledge and its practical application, rather than knowledge transfer.
  The varied definitions of quality suggest that the concept of quality is still being interpreted in a wide range of ways within the academic community. It will take time for the academic community to reach consensus on how to define quality and how to measure it. However, it is important to note that the Award winners perceived quality as being led by national academic standards, instead of being led by academics’ preferences. They expected it to be visible and measurable by making it relevant to the standards of either their professional body or their subject, instead of making it a political term. Despite the prevalent understanding of quality as transformation among academics, student interviewees interpreted quality differently. 
  The eight student interviewees understood quality in an instrumental way and doubted the feasibility of developing transformative learning on a Master’s level programme. Most of them treated passing examinations as their priority. They defined quality as benefiting from a knowledgeable tutor delivering a good teaching session. For example, an MA student in business described his expectation of quality as the delivery of a good session to meet different student needs:

To me quality would be about a tutor having the knowledge and skills to be able to deliver a session as well as having prepared well for it and having all the information available to point us to different things where our interests lie. (MA1)

This suggests that these students (that this one student, I’m not sure generalisation on the basis of 8 MA students is reasonable! The limited student group needs to be kept in mind and no sweeping statements about students should be based on it.) saw quality as more closely related to an academic’s teaching practice than to their own learning ‘experience’. They understood quality in a pragmatic way, as they believed that quality depended on their tutors’ performances. They related quality to a practical outcome, such as passing an examination or receiving a good set of lecture notes. They emphasised the importance for academics to respond to students’ espoused needs. This contrasts with the view of academic interviewees that both teaching and the efforts of students were equally important in achieving quality. According to Cranton (1996) and Moore (2005), this could be the reason that students find transformative learning challenges the traditional role of the student and the teacher, as they are expected to become more active learners. In contrast, this group of student interviewees tended to judge teaching practice according to academics’ knowledge of the subject area, the way academics organised their lectures and the amount of hand-outs academics provided. Their desire for hand-outs to contain detailed information indicates students’ dependence on academics and their focus on existing knowledge in their study. This helps to explain why the notion of transformative learning was not widely accepted among these interviewees. (Do you mean just among these  students or are you invoking other evidence here?)

Comparing understandings of quality
The students’ perceived (by whom?) difficulty in achieving transformative learning has two following implications. [are the following implications, or causes, or ….] One is that the dimensions and criteria of this abstract concept need to be illustrated in more explicit terms. [i.e. is an ‘abstract concept’ an implication?]. The other is that transformation might be invisible for a student undergoing this process, so the term of transformative learning has not become fully appreciated among students. Biggs (1985) reveals that increased cognitive activity and effort of learners is more likely to produce transformative learning. If students could develop a more sophisticated conception of learning, identify their expectations and develop their confidence, then they may be more likely to develop meta-cognition skills and achieve transformative learning. (It seems to me that the students you interviewed are not just not using the concept of transformative learning but are in practice instrumental learners rather than reflective learners.) 
  Students’ focus on existing knowledge and their dependence on academics suggest that they had not fully understood the connection between teaching and learning, and they did not see it as their role to take responsibility for learning. Students perceived good teaching as leading to the achievement of concrete learning outcomes, such as a better class of degree, rather than their personal transformation. This differs from the argument of numerous research studies that improved teaching will not necessarily lead to the improved quality of student learning (Biggs, 1999). The perceived importance of teaching corroborates the findings of this research that academics and students have not come to an agreement of whether teaching is an end to a means of learning. This partly explains why, in this study, there is a gap between student and academics’ perspectives of quality. Sentence deleted! (Isn’t this a rather normative statement?)
  In order to prevent ‘transformative learning’ becoming nothing more than a catchphrase, academics and policy makers may need to adopt a less idealistic view and not assume that students would automatically become responsible for their own learning. The complexity of the learning process needs to be more carefully considered in teaching. For example, the psychological drive and strong emotions may often accompany students’ transformation, because their personal changes might be subconscious and unpredictable (Ball, 1999). Some tools to foster transformative learning, such as providing students with learning experiences that are direct, personally engaging and stimulate reflection upon experience (King, 2004) could be introduced in teaching practice.

Quality enhancement 
Quality enhancement is another important theme that emerged and was explored in this research. The majority of academics and students defined it as ‘improvement’, which is similar to the definition provided by the QAA (2006). From the academics’ perspective, the notion of improvement was about meeting national academic standards and using innovative teaching practices. This included making teaching more interactive, diverse and accessible for students. For example, an award winner in the school of pharmacy argued in favour of the following requirements of the national curriculum to improve the quality of teaching:

I think it (quality) should always be grounded on what is actually needed to be known, what subjects matter, needs to be known rather than academic preference for a particular area. So rather than being led by the academics it should be led by some type of national curriculum. (TEAW6)

Instead of putting an emphasis on the quality of learning opportunities as the QAA suggests, academics argued for increasing the profile of teaching through two main approaches. They include identifying and sharing good teaching practice and achieving the right balance between teaching and research in the university. This view was connected with a belief held by nearly two thirds of academics that teaching was not prioritised in the case-study university. This finding suggests that there is an ongoing challenge to prioritise teaching in the university sector, despite the increased attention to ways of recognising and rewarding good teaching practice to enhance the quality of university teaching (DfES, 2003).

Conclusion 
This research is based on a single case study and intends to provide a snapshot of how to understand quality from the perceptions of university Teaching Excellence Awards winners and students. Findings of this research lend support to three main conclusions that have potential implications with regard to how to understand the concept of quality and how to improve quality in the higher education sector. First, although quality remains an elusive concept, a view emerged among three academic interviewees (how many?) that quality should become national academic standard related, either decided by their professional body or enacted within their subject area. Second, there is a gap between students’ instrumental view of quality as passing examinations and the award winners’ perception of quality as transformation to develop and enhance students’ learning. Students appear to be pragmatic in their outlook, while their lecturers appear to be more ambitious and idealistic in their goals. Academics’ perceptions may be influenced by the quality agenda, in that they believe the purpose of higher education is to achieve transformative learning. 
  The gap between academic and students’ understanding of quality suggests that the concept of transformative learning needs to be developed in more explicit terms, so that both academics and students would understand and appreciate its dimensions in practice. Meanwhile, students need to be encouraged to develop their conceptions of learning to fully realise that good teaching practice alone will not necessarily lead to quality learning, as their own efforts are vitally important in the learning process. 
  Third, the agenda of quality enhancement has been acknowledged in the award winners’ teaching practice. They and their students understood it as improvement. One perceived way to enhance the quality was to use and improve institutional quality mechanisms that encourage good teaching practice. For example, the Teaching Excellence Awards scheme was considered to be an effective way to recognise and disseminate good teaching practice within the institution. 
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